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Abstract 
Many studies in the existing specialized literature refer to the gap between theory and practice in the initial training of 
teachers. My paper is focused on providing answers to the following questions: What types of observations do 
pedagogical practicum mentors make? What would be effective and what would be ineffective in the activities led by 
pre-service teachers? The answers appear in this work after taking into account the observations provided by mentors 
in evaluation papers, inside pedagogical practicum, for 50 pre-school pre-service teachers (students of the Faculty of 
Psychology and Educational Sciences, Iasi, Romania). 
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1. Introduction 
Based on a series of facts that reflect present preoccupations, in specialized literature, in the field of 
teacher education and that of mentorship, by the present paper, I propose an approach – from the 
perspective of practitioners – of the reality of pedagogical practicum organized during initial (academic) 
training of pre-school teachers. 
Pedagogical practicum supposes, for pre-school pre-service teachers (students of the Faculty of 
Psychology and Educational Sciences, Iasi, Romania), a semester of practicum (only observation) in the 
1st year of study, a semester of pedagogical practicum in kindergarten – in the 2nd year of study, 
respectively two semesters of pedagogical practicum in primary school classes – in the 2nd year of 
studies. My study is focused on pedagogical practicum at kindergarten, practicum which supposes classes 
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of observation practice, teaching activities as practice and final teaching activities performed by students. 
After assisting at these activities, the mentor (in this case, a pre-school teacher that coordinates, together 
with the teacher from university, the pedagogical practicum of students) creates evaluation sheets 
containing all pieces of observation, suggestions for each activity. The analysis that I propose refers to 
fifty evaluation sheets – written (for three subgroups for 2nd year students) by 6 mentors that have 
coordinated pedagogical practicum between 2008 and 2011. 
My analysis, which is mostly diagnostic, allows me – by sending one to what is considered to be 
efficient, respectively inefficient in teaching practice and pedagogical practicum – to: (a) make an 
inventory of the main elements that mentors consider relevant for the activities conducted by pre-service 
teachers during pedagogical practicum; (b) identify some improvement directions on the training of pre-
school pre-service teachers (students of “Alexandru Ioan Cuza” University of Iasi). 
2. Theoretical background 
Pedagogical practicum is – just as it is shown in theoretical papers and also in applicative studies 
dedicated to different educational systems in the world – an essential component of the program of initial 
training for teachers. Given the importance of pedagogical practicum and the generalization of the 
practice  of  mentorship  (not  only  in  the  case  of  future  teachers,  but  also  in  the  case  of  newly  qualified  
teachers), specialised literature is generous regarding the presentation of multiple aspects on this matter. 
Pedagogical practicum, considered a form of “collaborative reflection” (Ottesen, 2007, p. 34), implies 
a certain type of report between mentor and student (Flavier, 2009) and specific actions from both parts – 
actions which suppose permanent re-dimensioning of the instructive-educational endeavour (Grandaty, 
2010). All these fluctuations are frequently generated by what is presented in specialised literature as “the 
gap” between theory (university courses, theoretical background, in general) and practice (Nilsson, 2008; 
M. Cheng, A. Cheng, & Tang, 2010 etc.), seen as the difference between what students learn about the 
didactic act and what they discover as necessary at a given moment, in practice (Van Manen, 1995). This 
leads to necessary links between theory, practice (Caires & Almeida 2005; White, 2009 etc.) and 
experience (Lunenberg & Korthagen, 2009), links which contribute to solving the problems identified by 
mentors, but also by students themselves, inside pedagogical practicum. 
As far as the mentor is concerned, he/she is presented in specialised studies both as a coordinator and 
as an observer/evaluator, the criteria of analysis and evaluation of students’ activity are, after all, 
necessary landmarks for coordinating pedagogical practicum. An eloquent example is The Inventory of 
Experiences and Perceptions at Teaching Practice; this inventory “includes five subscales which describe 
teaching practice experience on five different levels”: (1) “professional and institutional socialisation”; 
(2) “learning and professional development”; (3) “socio-emotional aspects”; (4) “support/ resources/ 
supervision”; (5) “vocational aspects” (Caires & Almeida, 2005, p. 113). 
Another key-concept is that of “contextualization”, which supposes connecting a teacher, in general, 
and his/her actions to contextual features of each instructive-educational endeavour. G.-F. Marcel speaks 
in this case about a double way of reading practice: one from “the point of view of the observer” (in this 
case, mentor), and the other “from the point of view of the teacher” (in this case, practitioner student) – 
Marcel, 2005, p. 590. Contextualization implies, in G.-F. Marcel’s opinion, a correlation of the two types 
of reading, this is an aspect which cannot always be found in reality. Both practice and specialized studies 
show that the newly-qualified teacher (and the student, even more) is centred – leaving aside contextual 
elements and no longer focusing on them, though they could optimize the activity – on elements which 
are “macro-functional: do not surpass time limit, do not let oneself driven by children, do make them 
work during the entire activity” (Grandaty, 2010, p. 42). 
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3. Method, data and analysis 
Method: the present study reflects the qualitative analysis of a corpus of 50 evaluation sheets, created 
by mentors after practice and final activities, during pedagogical practicum from kindergarten, made by 
2nd year students of the Faculty of Psychology and Educational Sciences, Iasi, Romania.  
Participants: the 50 sheets of evaluation were written by 6 pre-school teachers active at two 
kindergartens in Iasi and who coordinated pedagogical practicum of groups of students from the 2nd year 
of studies; I refer to 9 full time students (academic year 2008-2009); 17 distance learning students 
(academic year 2009-2010); 24 distance learning students (academic year 2010-2011). 
My study envisaged, according to the evaluation sheets, exclusive pieces of observation formulated by 
mentors after practice and final activities performed by students during pedagogical practicum: 18 
activities during the academic year 2008-2009; 27 activities during the academic year 2009-2010; 58 
activities during the academic year 2010-2011. In order to facilitate access to observations from mentors, 
I  gave  numbers  to  sheets  of  evaluation  from  1  to  50  and  I  associated  them  with  F1,  F2  ...  F50.  Other  
relevant pieces of information: among the 50 students that had their evaluation sheets completed for 
pedagogical practicum in kindergarten, a student already has the specialization of instructor-educator and 
works in the field; a student works as an unqualified pre-school teacher; 12 students are qualified as 
primary school teachers; a student works as an unqualified teacher of Religion. 
My analysis aims to: (1) report mentors’ observations to the previous research in the area and (2) make 
an inventory of the aspects that mentors consider to be efficient or inefficient in the pedagogical 
practicum of their pre-school pre-service teachers. 
Reporting information formulated by mentors to the 5 evaluation scales from the model proposed by 
Caires & Almeida 2005, I remarked the absence of the feature “support/resources/supervision”; the accent 
falls, in evaluation sheets, on ”learning and professional development”, direction reflected in the 
management of activities and in the attitude regarding pedagogical practicum and personal formation (for 
example, “one created a detailed didactic project and caught the essential elements, the didactic objectives 
and the rules of the game” – F3; “one respected all didactic steps” – F1).  
The other three features of the Caires & Almeida model (2005) had a more reduced representation in 
the analyzed sheets. Thus, the “socio-emotional aspects” became reflected in observations regarding the 
degree of controlling emotions by the student, courage, self-confidence, respectively the type of relation 
(in general, open, motivating) with pre-school children (“one had an open attitude towards children” – 
F29, “children were motivated in a good manner” – F3). Mentors referred to the component “professional 
and institutional socialisation” only by relating students – colleagues, students – mentor (“one respected 
given indications” – F 18); the component “vocational aspects” appeared as recognition – it is true, in few 
cases – of “the true qualities of a teacher”; for example, “presence and attitude contributed significantly to 
the success of activities. It was the most successful activity due to perfect command of the didactic 
endeavour, of expressing oneself” (F2); “one has qualities which are specific to this job” (F8). 
As far as developing professional competencies of future pre-school teachers are concerned, the 
observations of mentors usually underlined the “classical” structure of the features of an instructive-
educational endeavour, both on the direction of the identified efficient elements and on that of the weak 
points from the activities performed by students. 
Regarding positive direction for analysis, mentors’ appreciations strictly reported to the features of the 
performed activities: (a) didactic projection: “one created a didactical project which is correct from a 
methodological point of view” (F1, F2, F3 etc.); “didactic projection was carefully done” (F19, F26); (b) 
modality of transmitting content: “one presented facts, clear and significant ideas” (F28); “one assured a 
content which was integrated, favouring exploitation and correct understanding of the proposed notions, 
establishing connections between given pieces of information” (F44); (c) reaching specific aims: 
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“successful activity which resulted in children knowing the song” (F1); “the activity reached the 
objective” (F3); (d) the didactic strategy which is capitalized, respectively the methodical succession of 
steps of that activity: “one used creative strategies” (F12); “one follows logical steps in developing an 
activity” (F2); (e) used methods/techniques: “one used modern techniques” (F15, F38); (f) chosen means 
of education: “modern didactic technology: computer, Power Point presentation” (F12); “a musical 
instrument” (F28); (g) organizing children, using “different forms of organization: frontal, individual, on 
groups” (F25, F46 etc.); (h) relating and communicating with children: relaxed, pleasant atmosphere (F1, 
F40 etc.), “direct and natural participation [of the student] to children’s activity” (F11); “communication 
with children using a warm, friendly pitch” (F27); “offering equal chances to all children” (F11); “using 
children’s verbal/paraverbal signals” (F30); (i) respecting time limits: “respecting the duration of an 
activity” (F15); “offering enough time for finalizing the work by children” (F29); (j) evaluation: 
“evaluation has various forms” (F36); “children’s works were evaluated respecting the criteria that were 
announced at the beginning” (F43). 
By reporting oneself to the features generally demonstrated by students during pedagogical practicum, 
mentors appreciated: (a) personal features of students: positive attitude towards practical activity and 
towards their own formation; courage; self-confidence; safety; creativity, “personal initiative” (F4); 
adaptability (“one easily adapts to unpredictable moments” – F2); rigor; self-criticism; and (b) 
interpersonal/relational features of students: “one manifested interest for the pieces of information 
provided by mentors, making them pass through the personal filter” (F3); “one [a student who already 
teaches in the educational system] shared her experience regarding teaching to her colleagues” (F44). 
The balance between efficient and inefficient is completed, as far as the second feature is concerned, 
by negative elements identified by mentors in the activities taught by students at kindergarten: 
superficiality in projecting activities (“one did not succeed in using information [provided by mentors] in 
a desired manner”, “the didactic project being incomplete, required to be done again” – F5); lack of 
gathering enough pieces of information, not using all available resources; not stating the objectives and 
aims in a clear enough manner; insufficient adaptation of content in order to make it accessible, 
respectively insufficient familiarization with the integrated way of teaching content; lack of or insufficient 
usage of interactive group activities; lack of (or inadequate) didactic material; lack of adaptation to the 
context (“it was necessary the realization of attention exercises in the moments when children were no 
longer interested in the activity which was taking place” – F10); insufficient control of emotions; 
problems of communication – difficulties while expressing oneself, getting lost in details, excessive usage 
of Past Simple, monotony generated by an inadequate intensity of the voice and of the pitch. 
Referring to the same connection between what was once efficient in the activities performed by 
students during pedagogical practicum and what did not have the wanted results, I can speak about the 
evolution aspect of the analysis/evaluation made by mentors. Thus, it was demonstrated the efficiency of 
the “collaborative” endeavour that mentorship supposes during pedagogical practicum (cf. Ottesen, 2007; 
Flavier, 2009; Grandaty, 2010); after the students became aware of mentors’ observations and 
suggestions, they made notable progresses from one activity to another: “one insisted on getting 
information and making things clear for her; [...] one demonstrated that one could gather one’s forces and 
create a qualitative thing” (F5); “one evaluated oneself more critically than the mentor did, no longer 
bringing counterarguments to mentors’ observations” (F9); “this time [the second practice activity], one 
used adequate materials for each centre of interest” (F33) etc. 
4. Conclusions  
The endeavour that I have proposed, having a diagnostic value, offers a general updated perspective on 
what pedagogical practicum in kindergarten means, respecting the rigors of a qualitative activity with pre-
322  Angelica Hobjil / Procedia - Social and Behavioral Sciences 33 (2012) 318 – 322A. Hobjilă / Procedia - Social and Behavioral Sciences 00 (2011) 000–000 
school children – for pre-school pre-service teachers and, of course, for their mentors. Mentors’ 
observations – regarding both the line of efficiency and that of inefficiency (for the specific activity) of 
the analysed/evaluated elements – particularly envisaged: projection and development of the activity (the 
steps of the activity, their normal order from the point of view of the didactics of discipline, the 
components of the didactic strategies etc.); the relationship student – pre-school children, but also the 
relationship between students and mentors (or even only between students); contextualizing the activities 
of students by reporting them to pedagogical practicum and to their initial training, in general (by 
connecting to knowledge/the necessity of accessing specialised works and curriculum documents). 
Starting from the identified elements, one can take into account the following improvement directions 
for the initial training of pre-school teachers: (a) solid information/documented facts regarding both the 
field of specialised scientific content and elements of psychology and didactics (for example, through the 
organization of seminars in which there are exchanges of information, of published resources; of a virtual 
library with articles/first quality works from specialised literature); (b) cultivating open student – mentor 
relationships, in which experience meets or sometimes supports theory and practice; (c) practice (in 
various contexts) of some modalities of ”surpassing” emotions, of adaptation to unpredictable situations, 
respectively of optimum capitalization, in each and every moment, of features of verbal, nonverbal and 
paraverbal communication (from practicing reading to being forced to communicate only non-verbally in 
a specific situation, to compress or, on the contrary, to expand a discursive activity; from organizing 
thematic seminars to introducing optional classes focused on expressive communication and discourse 
techniques); (d) enlarging the number of hours dedicated to pedagogical practicum etc.  
At a specific moment, what might be considered ineffective from a certain point of view could create 
the premises for building an effective alternative to it under similar given circumstances. Therefore, the 
faults usually associated to pre-service teachers’ activity could give some improvement directions to 
follow both in teaching and specialized training and even in the organization of the pedagogical practicum 
while including it inside the concerned syllabus; and the strengths/ effective coordinates of it could lay 
the foundations for ongoing construction involving initial training of pre-school teachers. 
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